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ABSTRACT

It is assumed that too few principals, teachers and
counselors possess the necessary personal characteristics wvhich
facilitate the growth or self actualization of students. This study
investigates whether these qualities could be developed, using a
model ot human relations training. Pour hypotheses were formulated:
(1) tecachei self actualization, as measured by the Personal
Orientatiion Inventory, will be higher after humsan relations training;
(2) attitudes toward the educational process, as measured by the
Educational Process Opinionnaire, will change; {(3) human relations
training vill increase the value, to the participants, of inclusion
and atfection, and decrease the value of control; and {4)
participants' post-training overt behavior will be more consistent
vith the behavior they desire from others. Hypotheses I and I1 wete
supported, i.e. there vere significant changes in the direction
predicted. Hypotheses III and IV received partial support. It is
concluded that human relat.ons training can be of value in assisting
educational personnel development of personal rharacteristics vhich
enhance their tunctioning. (TL)
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HUMAK RELATIONS TRAINING IN THREE RURAL
MANITOBA HIGH SCHOOL3*

. John Banmen
Ron Capelle
I. INIRODUCTION

Educational systems are beginning, at least at a theoretical
level, to accept sone responsibility for the full development or
actualization of student potential. For example, the Care Committee
Interim Report (1970, 3) states that:

The basic purpose of education is to provide an instrument
through which each individual realizes self-respect, self-
fulfillment, and his relevance in a dynamic society, and
that it {5 mandatory that the educational system he cngoing,
flexible, and centred on the human needs of the students
that it i{s designed to serve.

This emphasis is related to a new view of education. It has
traditionally been limited to cogritiv=s devalopment, but Elizabeth
Drews (1966, 113) notes that "in the broadest serse, to be educated is
to learn to live." Living, of course, jsncludes emotioral or affective
development as well ag cognitive development. Jersild (1968, 54) tells
us that the normal person comes to terms with himself more on an
emotional basis than on an intellectual basis. Therefore, affective
deve'npment is a vitsl part of thi2 full development of individual
potential or self-actualization,

However, this presents a dilemma. With some exceptions, neither
the schools as organizaticns, nor the school staffe as individuals, are
equipped to deal in the affective realm. Schools tend to be run by
directive administrators and have clesed climates and bureaucratic
structure. A recent study of Manitoba high schools (Memphill, Capelle,
anl Yakimishyn, 1971) shows that this type of organization is negatively
telated to the self-actualizstion of high school students. They advocatr
the develofuent of "actualized organizations" which would Le bexed on
democratic leadersnip, open climates and non-dbureaucratic struct..e¢s.
These organizations would be rore facilitative of self-sctualization.

This type of organization restructuring will necessarily nvolve
changes {u the traditional roles of principals, teachers and counsellors,
The Hall-Deanis report (Living and Learning, 1968, 199) recommends that
“the principal i3 free from administrative detail and s encouraged to
function as a consultant, advisor, cootdinator, and counselor for all
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elemerte of his school.” It will also become necessary "...to utilize
the services of tezchers in the mainstream of the ccunselling process,"
{Core Commi“tee Interim Report, 1970, 8). A3 well, counsellors will need
more skill. in facilitating personal growth, and will likely bLecome more
involved with staff problems in the future,

While both organizition actuzlization and role change are integral
to the question of self-actealization of students, they are beyord the
scope of this paper. The problem which this projez: considered is even
more basic--how can the staffs of schools te aseieced in developing the
personal characteriscics which will ¢£llow them to assist students in ie-
veloping In the direction of sclf-actualization? !t us first :onesider
the two assumptions of this statement: (1) there are certain personal
characteristics which facilitate self-actualization, and (2) many
principals, teachers and couneellors do not cdemonstrate these character-
istics.

Truax and Carkhuif€ (1957) cite some 118 separate research studies
which indicate that three facilitative conditions are aatecedent to
both constructive personality and beh.vict change. These are empathy,
warmth and genuineness. As well, Ro;ers (1949, 106) scates that ''signi-
ficant learning rests vpon certain attitudinal qualities which 2:xist in
the personal velationship becwees the facilitator and the learner."
Rogers refers ¢o these qualities as realness, prizing, acceptance and
trust, and empatnic understanding. It would, therefore, seem that certain
perconal characteristicu do facilitate growth or self-actualization.

Truax and Carkhwff (1957) als? indicate that few people, including
counsellors, have these characteristics at faciiitative levelis. Our
assunption, therefora, that many principals, teachers and counsellors do
not demonstrate these characteristics seems reasonable, Thls is especially
true considering the present emphasis, in both th2 educational system per
se and tcacher training fustitutions, on cognitive developmeat. This
emphasis certainly hinders the develcpnent of empathy, warmth and genuine-
ness.

However, a crucial question is whether these qualities can be de-~
veloped. If so, the theoretical educational goal of student salf-actualiza-
~ion may be achleved. If not, educators may end up paying lip service to
yet another set of idzalized objectives.

The authors used the model of human reiations training to facili-
tate the development of these characteristics. Before discussing the
nature of the project, let *ic consider some general ipformation on human
relations training.

II. HUMAN RELATICNS TRAINING

Human relaticns training, also referrved ao as sensitivity training,
encounter group axperience, or intensive group experience, is a method
for facilitating the deveiopment of sclf-act-alfzation of individuals
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and actualization of organizations. This method is gaining widespread
professional support in numerous settings and sith diverse groups of
people,

George Leonard (1968, 44) in a critique on education from the year
2001 A.D. writes: !

During the 1970's most uchools spent a great deai of time with
enccunter groups for children and educators. These served to
educatc the emotions and break down the old protective, de-
funsive patterns of relating, They helped open people to =1l
sorts of capacities they barely reaiized they had. Gradually,
the encounter mod: became a part of everjthing the learners
did, and it was no longer necessary to set up these groups as
such.

Carl Rogerz (1969, 304) comments that '...one of the most effective
means yet discovered for faciliiating consiructive learning, growth and
change in individuals ¢ I{n the organizatfons they compose is the intensive
group experience.

It would %e valuable at this point to consider some of the dynamics
of human relarions traiuing ar used in this project. It closely follows
Rogers' definition of an encounter group which "tends to emphasize personel
growth and the development and improvemert of interpersonal cosmunication
and relationships through an experiential process." (Rogers. 1970, 4)

Whiie 1: is impossible, due to the different composition of every
group, to formulate a specific process order, {t is possible to observve
general trends in grrup development. (Some of the following comuaents are
from Rogers, 1970, u.)

The facilitator develops a climate uvf safety, where freedom of ex-
pression and reduction of defensiveness gradually occurs. As trust de-
velops, participants feel freer to express real feelings, both positive
and negative. This openness ailowe participants to more fully hear each
other and learn from each other., There is also a develojment of feedback
from one person to another, such that parttcipants cen learn how they
appear to others. This allrws a participant to recognize and clange self-
defeating vays of relatinp and develop more constructive behaviours. This
prccess subsequently facilitates more adequate and effective relationships.
It alcn leads to greater self-acceptance, and tess of a need for rigid,
defensive ways of relating. 1he improved, more honest communication alse
allows more total personal involvement, and the developnment of new ideas,
new concepts and new directions. Change tecomes a desirable rather than
a threatening ;3ssibility.

1I1I. HYPOTHESES AND iNSTRUMENTATION

Having consideved the general nature and process of human relations
trainfng, let us lenk more specifically at the outcomes, and their re-
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lationship to the current needs of the educztional system.

The educational system needs principals, teachers, ana counsellors
who are warm, genuine and empathic. Without this type of person, learn-
ing, both at cognitive and affective levels, will be retarded. In order
to ascertain whether human relatinns training cun faciiitate the develop-
ment of these characteristics, we must have a wmeans of measuring then.
Carkhuff (1968) developed research scales to measure them. His approach
requires the person being evaluated to bte taped in a facilitating role.
This {s a fairly complex technique, beyond the scope of this project.

However, Bergin and Solomon (1963) found that perscnal)ity disturb-
ance of a counsellor interferes with the quality of the therapeutic re-
lationship which he establisliis with a client. It would, therefore, seem
likely that a positive association exists between the counsellor's level
of well-being or velf-actualization and his ability to communicate warmth,
genuinaness and ewmpathy., Foulds (1969) supported this propositiva in a
rescarch project with 30 graduate counseliing students. We can. therefore,
conclude that {f an increas2 in the level of self-actualization occurs as
a result of 4 human relations training group, it is iandicatave of an in-
creased ability to provide the conditions of warmth, empathy and genuine-
ness.

The measure of self-actualization used ir Fould's experiment, and
also used in our project is th2 Personal Orientation Inventory (POI). It
was developed by Shostrom (1964, 1966) and 18 a couprehensive measure of
values and behaviors that are important in the development of self-actual=-
fzation. It consists of 150 two choice comparative judgments which are
scored twice, once for the two ratin scales and once for the ten osub-scales.
The definitions of the twelve scales are given in Appendix A.

The first hypothnsis, therefore, {s that teacher self-actualization,
as measured ty the Personal Orientation Inventory, will be higher after the
human retations training group than before. This would be indicated by a
decrease in either of the two ratio scales or sn ircrease in any of the
ten subscales.

What other outcome could be measured in order tc evaluate the human
relations training experience? Let us consider attitudes to the education-
al process. Flanders and Norman (1970) found that attitudes towards the
educational process related to a teacher's level of self-actvalization.

They also found that teachers experiencing huwan relations training tended
to relate to their pupils in a more positive manner. This seemed to be re-
lated to a change in the at ‘tudes of the teachers to the educational pro-
cess. Lee (1970) a'so found that humaa relations training had e signifi-
cantly positive effect In teacher attitudes towaid children, personal re-
lationships and teaching as a career. He found significant changes in the
behavior of pupils of :eachers who had participated in human relations train-
ing, indfcating that t'ie changed attitude resulted in changed behavior. We
can, therefore, concluje that a change in atti*ude towards the educational
process is an important variable to be considered. The instrument used in the
two previously mentioned experiments was the Minncsota Teacher Attitude
Inveat ry {Cook et al, 1951). However, the authors of this project used a
more recent, somewhat diffecant instrument calle the Educational Process
O?inlonnalre. It was developed by Wehiing and Charters (1969), and
LS
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measures teacher beliefs about the teaching process. It consists of
86 questions which are evaluated on a continuum from one to five.
The nine scales are defined in Arpendix B.

The jecond hypothesis, therefore, is thai attitudes towards the
educaticnal process, as measured by tha Educational Process Opinion-
saire, will change. More specifically, the teacher will be seen '.s
more concerned with student needs and more involved with students
while being less concerned with extreme ordar or the linportance of
subject matter per se. This would be indicated by an increase in the
ratings of any of the following scales: Personal Adjustment Ideology,
Student Autonomy, Consideration of Student Viewpoint, Student Challenge
and Integralive Learning; and a decrease in any of the following scales:
subject Matter Emphasis, Teacher Directinn, Emotional Disengagement
and Classroom Crder.

It would also be useful to supplement the above outcome evalua-
tions with a chird measure. Some work has been done on the Fundamen®al
Interpersonal Relations Orientation-Behavioral (FIRG~-B). It was develop-
ed by Shutz (1958, 1967), and measures thte ways an individual character-
istically relates to cther people. It consists uf 54 questions which
are cvaluated on a continuum from one to six., The eix scales are de-
fined in Appendix C.

The FIRO-B mecasures both expresscd behaviour (bei.aviour expresszd
by individual to others) and wanted behaviour (behaviour wanted by the
individual from nthers)in the areas of control, affection and inclusi’n
(being included in a group).

Two minor hypotheses will be *csted. The fivst is that human re-
lations training will {acrease the value, te the participants, cof Inclusion
and affection and decr<ase the value cf u:ontrol. This hypothesis is
largely based on the assump.ion that our society in genera', and the
educational system in particular, overemphasize Llie srea of contrcl, and
underemphasize the areas of iiclusion and affection.

The danger of over-control is recognized by Peris (in Shostrom,
1968, v’1) who claims that modern man "controls and manipulutes others
and is caught in the web of his own manfpulations.” Shostrom (1968, 23}
develops a thesis that self-actualization lies at th: opposite end of a
cortinuum from manipulation. Therefore, a decrease in control could be
geen as wovement in the direction of self-actualizaticn.

Similarly, an fucrease in the value of inclusion i8 consistent
with some psychoiogica) the~ry. May (1967, 3) notes that a 'character-
istic of modern peaple i{s loneliness.'” Fromm (1963, 8) claims that the
"deepeat need of man, then, 1s the need to overcome Separateness, to leave
the prison of his alonen2ss.” Therefore, an increase in the value of
inclusion could be seen as a recognition of znd response to a dilemma of
twantieth-century existential man.

O
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Finally, an increase in the value cf affection 1s also consistent
with some psychological theory. The meaning of affection is similar
to the general meaning of love--not #n exclusive, romantic love--but a
love composed of "certain basic elements common to all forms of love.
These are care, responsibility, respect and knowledge' (Fromm, 1963, 22).
Fromm (1363, 6) claims that ldve is 'the answer to the problem of
human existence." Love, or affection, seems to be at the deeper level
of being than inclusion, and 1s integval to individual development.

it should be noted that the hypothesis, while indicating directions
of growth which seem positive, dves not imply that absolute movement
in these directions would be benefi:ial, nor even that the particular
movements would be growth for all individuals. For instance, a person
with an extremely high value on inclusion may sacrifice persoral
integrity and freedom to be in.luded ‘n others' activities., Fer such
a person a decrease in the value of inclusion would be seen as growth,
However, in general, the hypothesis should be appropriate.

The second minor hypothesis, welated to the FIRO-B, is that there
wiil be less difference beiween expressed and wanted tehaviour along
each of the three continuums previously mentioned, in the participants after
the human relations training group. In other words, a person'e oveicrly
expressed behaviour will be more consistent with the behaviour one
wants othere to express. The assumption is that often a large gap be-
tween expressed and wanted behavlour 1is inzuthent!c and deleterious.
This " hypothesis was supported by Smith (1964) and rartially supported
by Pollack (1970).

It should Le noted that the two minor hyp.,.h23es related to the
FIRO-B, while not as crucfal to the evaluation of human relations train-
ing as an aid to educatior as are the FOI (self-actualization) and the
EPO (educational values), are valuable as acditiona: information on the
outcome of human relations training.

The fifth and final hypotheses {s that participants in the human
relations training groups will see the experience as beneficial and
worthwhile, and that specific comments related to their perception of
growth will e.pport their having had a positive experience.

1V,  MEHODOLOGY

A rural Manitoba school division requested that human relatiens
trairing xroups be made avallable to the staffs of the four hipgh schocls
in the division. Thesc groups would serve the dual purpose of pr.-iding
in~3ervice t.aining to the schools and providing an opportunity to
establish a research base for humaa relations training in Manitoba.

It was decided to hold a separate group for each school, to be held
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on a voluntary basis. At the smallest of the four schools there was
not a sufficient number of volunteers, and no group was ueld However,
apprcximately 75 per cent of the staffs of the other schuuls volunteer-
ed, and three groups were held. The sizes of the three group:. were

13, 15 and 17 participants. As well, there was a facilitator snd co-
facilitator =n ecach group. The co-facilitator participaired in all
three groups; one facilitator led two groups and the other lcd cne
group.

All groups began on a Thursday evening, lasted unti! .1 Sunday
afternoon, and were non-residential. Sessions generally rai {rom 9:00
a.m. to 12:00 p.m., 1:00 p.m. to 5:00 p.m. and /:09 p.s to 1):00 p.m,

A pre-test was held on the Thursday just before the group began; a post-
test was held the following Thursday; and a written subjc :tfve velua-
tion was done on the Sunday morning of the group. The recs+arch
tunctions were carried out by the group co-facilitator.

Two attempts to establish control groups failed. The one school
which did not have a group refused to coiplete the tests. As well,
staf{ menmbers who di4d not participate In the groups but volunteered
to write the tests were different from the group members (i.e., mainly
auxiliaries--teacher aides, librarianc, etc., rather than teachers),
and therefore not acceptable as a control group.

The 45 grcup participants consisted of 33 teachevs, 4 administra-
tors, 6 couraelors and 2 aides. Of these 40 completed the subjective
evaluation and 36 corpleted the pre- and post-tests. Demographic data
was obtaincd from the 36 participante vho compluted the tests. The
average age was 29, There were 24 males and 12 females. Twenty-four
participants vere married while 12 werc single. The average ncuber of
years of teaching experfence was 5. The average number of years at
their present scheol was 4, and the average number of years of post-
secondary education was 4.

V. RESULTS OF TESTS

The empirical results are showa in Tables I to IV,

Table 1 shows the pre-post-test changes oun self-actualizatiun
as measured by the POl. Increased self-actualization is {ndicated on
seven of the twclve gcales., Of particular note is tiie fact ihat the
Support Ratio scale indicates significantly increased self-actualizatiovn.
This scale 14 the single best indicator of self-actualization on the
POI, since it is compuied of 127 of the 150 gquestions. Sfnce alir seven
signiflcant changes are in the direction of self-actualization, Hypothesis
1 1s supported.

Table Il shows the pre-post-test changes on educational values,
as measured by the EF0, There were significant increases in the
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TABLE I

PRE-TEST AND POST-TFEST PERSONAL ORIENTATION
INVENTORY (PC1) SCALE MEANS AND T-
TEST VALUES (N = 35)

Pre-test Post-test t
Scale o Mean Mean vValue
Time Ratio 0.3¢ 0.34 0.89
Support Ratio 0.56 0.44 3.26%%
Self-Artualiziag Value 19.9 19.7 G.45
Existentiality 20.9 22.8 3. 45%%
Feeling Reactivity 15.1 16.5 3.54%%
Spontaneity 12.2 13.1 2.16%%
Self-Ragard 10.7 11.0 0.71
Self-Acceptance 15.6 17.6 3.97%%
Nature of Man 9.4 9.1 1.16
Synergy 7.2 7.4 C.85
Arceptance of Aggression 14.1 15.6 3. 24%%
Capacity for Intimate Contact 16.7 18.7 3.60%%

—_— — -

*%p < ,01, one-tailed test
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TABLE II

PRE-TEST AND POST-TEST EDUCATIONAL PROCESS
OPINIONNAIRE (EPO) SCALE NMEANS
(STANDARDIZED) ANC T-TEST
VALUES (N = 36)

Pre-Test Post-Test ot
Mean Mean Value

Scale {Standardized) (Standardized)
Subject-Matter Emphasis 49.4 48.3 1.31
Perscnal Adjustment Ideology 47.8 52.7 2.29%
Student Autonomy 48.8 53.4 3,394%
Teacher Direction 50.0 46.2 2.50*%
Emotional Disengagement 50.6 47.1 1.88%
Coensideration of Student
Viewpoint 47.9 51.4 1.81%
Classroom Order 49.3 47.7 0.96
Student Challenge 47.0 49,0 1.16
Integrative Learning 48.1 50.1 0.98

*p < ,05, one-tailed test
*%p < ,01, one-tailed test

11
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importance of personal adjustment, student autonomy, and consideration
of student viewpoint. There were significant decreas2s in the
importance of teacher direction and emotional disengagement. Since all
of these significant changes ar¢ in the direction predicted, Hypothesis
I1 is supported.

Table III shows the pre-post-changes in {interpersonal relations,
as measuved by the FIRC-B. There 18 a significant decrease in ex-
pressed control and a significant increase in wanted inclusion. Since
these are both in the direction predicted, Hypothesis II1 has partial
support.

Table IV shows the pre-post-test changes in the difference be-
tween expressed aud wanted behavior in interpersonal relations, as
measured by the FIRO-B. There is a significant decrease in the
difference between expressed and wanted inclusion. Since this change
is in the direction predicted, Hypothesis IV has partial supporc.

VT. SUBJECTIVE EVALUATIONS

Forty of the participants wrote subtjective evaluations of the
human relations training experience. Thirty-seven were positive, three
were neutral, and none were negative. The neutral statements {ndicated
that the experience, while not harmful, had not resulted in significant
growth, It was especially not.worthy that no one felt destroyed or
incapacitated by the experience.

Of the thirty-seven participants ho veported an overall positive
experience, thre made statements indi.ating som2 lack of grcwth.
Their statements (paraphrased) are:

Crying 1s bad
I always kucw myself
Others have problems, not me

However, there was a wide array of pesitive statements. This
indicates that the diversity of experience 1s as broad as the number of
people in the group. Some of the reactions (pavaphrased) were:

I've fe’t for others, not just myself
The resultr are astonishing
I a7 more to2lerant of others' faults and weaknesces
N 1l at peace witn myself and others
van trust others more
1 can show my recal feelings morxe
I accept my body
People want to be loved but are afraid to show 1t
Hostilfties are easily resolved with honesty
I have rediscovered Sod's laws

Y
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TABLE III

PRE-TEST AND POST-TEST FUNDAMENTAL INTERPERSONAL
RELATIONS ORIENTATION - BEHAVIORAL (FIRO-B)

SCALE MEANS AND T-TEST VALUES (n = 36)

13

Pre-Test Post-Test t
Scale Mean Mr:an Value
Exfressed Inclusion 5.72 5.89 0.56
Expressed Control 3.58 3.00 1.95%
Expressed Affection 3.75 4,28 1.41
Wanted Inclusion JE0 5.64 2.62%%
Wanted Control 4o 4,58 0.12
Wanted Affection 5,39 5.86 1.34

*p < ,05, one-tafled test
*%p < ,0], one-tailed test
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I trust my emoticns

I thought I1'd be rejected but wasn't

My relationship with my wife is better

I can accept myself

feel more self-confident

feel a strong bond with others here

can understend otheis better

can now accept criticism

can now accept praise

Communication f3 basic tool of pesple

I have never felt as close to other people
Pecple without masks are beautiful

I can now relax

I'm more in tune with my feelings

Crying can be so cleansing

I'm more aware of how I appear to others

1 have more confidence {n my judgment
People seem more real and worthwhile

I've experienced so many feelings-~happiness, sadness, iove,
disgust, Litterness, trust

[ ]

These statements certainly support the fifth hypothesis that partici-
pants would not only feel that :he human relations training experience
hed be a beneficial, but also give specific examples of such benefits.

VII. DISCUSSION

Before discussing the results, it s necessary to mention that
the project was quasi-experimental, The participants were not rendomly
selected and, therefore, generalizations beyond the schocl division in-
volved are difficult. There was no control group, 85 the effects of
vriting the, same tests twice and extraneous events taking place between
the writings of the two tests were not controlled. (See {ampbell and
Stanley, 1963.) There were no reports from outsfde observers to con-
firm reported changes. The reseurch and training funccions were com=-
bined, which could have affected the results. Therefore, the weaknesses
of the project prevents firw conclusions.

However, the results axe still of value as long as we ate cog~-

nizant of this fact. We can evaluate the outcomes of this particular
project with caution, recognizing that contaminating factors may or
may not have affected the results.

O

Let us first consider the changes in the level of self-actualiza-
tion (Table I). It is intcresting to note that Guinan aad Foulds (1970,
146), measuring the effects o1r human relatfons training on seif-actuali-
zation, fecund increases on the samz sevan scales as did the authors of
this project. Tnis could indicate etther some very similar fa~tors
involved in ‘he two projecte, or a pronounced sensitivity of the
Personal Orientation JInventory to certain variables. Three of the
scales which 41d not change significantly (Salf-Actualizing Value,

RIC

] 15

-



[E

16

Nature of Man and Synergy) are relatively philosophical in nature.
This could indicate that the type of human relations training groups
used in this project are more effective in facilitating change at a
more personal ievel. It would seem that, ..:cepting the validity of
Foulds' (1969) study, the increase in the level of self-actua’{ization
of the participante vat eccogparied by en Increase in empathy, warmth
and geruineness.

The changes in educational values (Table II) were all in the
direction of improved relationships betveen teachers and students. The
student becomes more respected and trusted, as indicated by an increase
in Consideration of Student Viewpoint and Student Autonomy, and a
decrease in Teacher Direction. The emotional ard personal development
of the pupil) becomes more important as indicatxd by an increase in
Personal Adjustment Ideology. Perhaps most importantly, the relation-
ship between the pupil and teacher becomes much closer, as indicated
by a decrease in Emotional Disengagement. These changes all seem to be
in the directfcn thset would be beneficial to the facflftation of student
self-actualization by the school staff.

The results In the FIRO~-B (Tables II1 and IV) w'.ile supportive of
the hypotheses, are rot as strong as the preceding results. It is obvious
tinat the most growth took place in tho area of inclusion, and the second
most growthn in the area of control. Thare was no significant change in
the area of affection. This may indicate that ‘'rowth in {interpersonal
relationships begins with incluaion, continues with contrrl and then
evolves into affection.

This conclusion {s supported by Shutz (1967) who states that the
area of inclusion '"usually occurs first in the life of a grcup" (Shutz,
1967, 135); "coentrol problems usually follow those of inclusion in the
development of a group'" (Shutz, 1967, 172); and "since atfectlon is based
on the building of emotional ties, it 18 usually the last phase to
emerge in the development of s human relation™ (Shutz, 1667, 195). This
lack of change, therefore, indicates that the groups didn’t develop as
nuch as they might have, eren thosgh the resul*s indicate a great deal
of significant growth. This may be accounted for by the fact that the
groups were family groups and menbers have oigoing relationships with
each other. They, therefore, tend to be more cavtious than they would
be with strangers. As well, the length of the groups was relatively
short (three and a half Jdays) and the groups were relatively large (an
average of fifteen participants per group).

Finally, the subjective eva'uations are positive, as expected.
However, what is particularly interesting is the richness and diversity
of the participants' statements. They are nct general "It was a good
experience' endorsemznts, but indicate many different areas which were
positively affected by the experience.
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VIII. <CONCLUSION

Bearing the limitations in mind, it is still possible to conclude
th ¢ there were measurable changes in self-actualization, edurational
values and interpersonal relations in the staffs of three small rural
Manitoba high schools after a three-and-a-half day non-residential
human reletions training group. All of these significant changes on
the three standardized tests were in the hypothesized direction, and
the subjective evaluations of the participants supported the empirvical
results.

Although generalizations are not possible due to methodological
weaknesses, this study is supportive of other studies which have been
mentioned nd which indicate the value of human relations training
in assisting educational personnel in the development of personal
characteristics which allow them to function more fully and effective-

ly.
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APPENDIX A
DESCRIPTION OF POI SCALES
1. Time Competent - "present" oriented and able to tie the past and
future to the present in a meaningful way.

2. Inner Directed - influenced in decisions more by internal motiva-
tions than by external pressurea.

3. Self-Actualizing Value - acceptance of vnlues described as being
self-actualizing.

4., Existentiality - flexibility in applying such values to one's life,

S. Feeling Reactivity - sensitivity to one': own emotions and needs,

6. Spontaneity - ability to express feelings in s, ontaneous action.

7. Self-Regard - liking and valuing one's self becsuse of personal strengths,

8., Self-Acceptance - acceptance of one's self while beirg aware of one's
weaknesses and duficiencies.

9. Nature of Man - seeing man as being essentially good.
10. Synergy - ability to ace relationships tetween seeming opposites in life,

11. Acceptance of Aggression - acceptance of anger or aggresslon within
one's self as being natural.

12, Capacity for Intimate Contact ~ ability to develop warm, meaningful
relaticsaships with other human beings,
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APPENDIX B

DESCRIPTION OF EPC SCALFS

1. Subject-Matter Emphasis - subject matter i{s most important part
of educational process.

2. Personal Adjustment Ideology - instructional process should be
organizod around student interests and needs in order to
contribute to sccial and emotional development.

3. Student Autonomy - students must be gfven substantial autonomy
and freedom from teacher direction.

4. Teacher Directior - to insure maximal learning, teacher must
control and direct all activities.

5. Emotional Disengagement - teachers should be somewhat aloof, and
not be personally involved in concerns and problems of
students.

6. Consideration of Student Viewpoint - acceptance of empathy as an
instructional strategy.

7. Classroom Order - learning is facilitated by a high degree of order
and decorum in the classroom.

8. Student Challenge - students must be challenged by difficult tasks
in order to learn.

9. Integrative Learning - learning only evolves when students understand
relationships between facts and their personal experience or
tha broader aspects of the world.
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APPENDIX C
DESCRIPTION OF FIRO-B SCALES
l. Expressed Inclusion - naking efforts to incluie other people
in one's activities, and have others include oneself.
2. Expressed Control - try to exert control and influence over others.

3. Expressed Affection - making efforts to¢ express friendly and
affectionate feelings to others.

4, Wanted Inclusion - wanting to be included in others' activities.
5. Wanted Control - wanting others to control and influence oneself.

6. Wanted Affection - wanting others to express friendly and affectionate
feelings to oneself,
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